This research investigated one-to-one teleapprenticeship as a means of teaching and learning Parse's theory of human becoming. Teleapprenticeship is defined as a one-to-one learning relationship, conducted entirely by E-mail, in which a mentor-teacher guides a learner in the construction of knowledge about a domain. Seventeen nurses (6 teachers and 11 learners) engaged in dialogue journaling about the theory relative to the learners'nursing practice. The teleapprenticeship experience was found to be useful for supporting a nurse in the study of theoretical aspects but may be insufficient for helping to develop proficiency in the practice methodology of the theory.
In the late 1980s, the use and evaluation of Parse's theory of human becoming (Parse, 1981 (Parse, , 1998 was undertaken by a group of Toronto nurses at St. Michael's Hospital (Mattice & Mitchell, 1991; Mitchell, 1988 Mitchell, , 1991 Mitchell & Copplestone, 1990; Quiquero, Knights, & Meo, 1991) , on the streets of the city (Rasmusson, Jonas, & Mitchell, 1991) , and at other nearby acute, chronic, and community settings. During this period, many nurse clinicians, educators, administrators, and students from various parts of Canada and numerous other countries had traveled to Toronto to learn from the Parse scholars and to observe nurses using the theory to guide their practice. Since then, there has been an ever-increasing demand by nurses in North America and elsewhere for opportunities to learn Parse's theory. Ways need to be found to accommodate the many nurses who wish to study the theory but who are physically distant from centers where the theory is taught.
Rationale for the Study
Nurses may become aware of Parse's (1981 Parse's ( , 1998 theory through educational institutions that offer exposure to a variety of nursing theories as part of the curriculum or through other ways.
Many, such as Mitchell (1990) , have experienced discomfort with traditional ways of nursing and recognized in Parse's theory a way to live out personal values in practice. Embarking on a course to learn Parse's theory is a "highly deliberate effort to learn" or an "intentional change" (Tough, 1971 (Tough, , 1982 consciously and voluntarily sought by an individual nurse for personal reasons. Because it is a type of learning that involves a transformation of perspectives (Mezirow, 1978 (Mezirow, , 1981 , that is, a change in worldview, and requires reflective consideration of values and beliefs (Mezirow, 1990) , it is transformative learning: Transformative learning involves an enhanced level of awareness of the context of one's beliefs and feelings, a critique of their assumptions and particularly premises, an assessment of alternative perspectives, a decision to negate an old perspective in favor of a new one or to make a synthesis of old and new, an ability to take action based upon the new perspective, and a desire to fit the new perspective into the broader context of one's life. (Mezirow, 1991, p. 161) A nurse wishing to practice nursing guided by Parse's (1981 Parse's ( , 1998 theory requires "a commitment to live a different way in the nurse-person relationship" (Mitchell, 1993, p. 67) and must devote considerable time and effort to achieve this (Mitchell, 1990 (Mitchell, , 1993 . The theory is a dramatic departure from the belief system in which most nurses have been educated. It is complex, uses abstract concepts (Phillips, 1987) , requires extensive contemplative examination and restructuring of values and beliefs, and has a distinct language reflective of its human science roots (Mitchell, 1994; Smith & Hudepohl, 1988) . For these reasons, Parse's theory is difficult for nurses to learn by themselves.
Nurses who have made the transition to practice guided by Parse's (1981 Parse's ( , 1998 theory have reported that the guidance and support of personal mentors with more expertise in the theory have been helpful in advancing their understanding of the theory. It seemed plausible that the medium of E-mail could be a way to provide ongoing support for those engaged in the study of Parse's theory. Nurses anywhere in the world might "teleapprentice" (Levin, Waugh, Brown, & Clift, 1994; Teles, 1993) or be mentored online by a person with greater expertise in the theory; thus, one-to-one online forms could be scenes for learning where professional nurses might engage in meaningful transformative online learning projects. Teleapprenticeship was defined for this study as a one-to-one learning relationship, conducted entirely by E-mail, in which a mentor-teacher guides a learner in the construction of knowledge about a domain. The teleapprenticeships in this study were situated outside the auspices of any educational organization.
The literature on one-to-one forms of educational computer-mediated communication (CMC) is sparse, inconsistent, primarily anecdotal, and provided no evidence that there had been a systematic investigation of the nature of one-to-one teleapprenticeship. Therefore, the primary question this research (Norris, 1998) addressed was, What is the contexture of a teleapprenticeship? An opportunity was presented to conduct an inquiry about teleapprenticeship with clinically based nurses who wanted to study the practice methodology of Parse's theory of human becoming. To explore teleapprenticeship as a way to support nurses' learning of the theory, the secondary research question was, What is the experience of studying Parse's theory online with a mentor? Only this aspect of the study is reported here.
Literature Review

One-to-One Teaching and Learning
By whatever name, one-to-one teaching is simply different from teaching groups: "One-to-one is essentially natural, the basic unit of our daily communication. Its essence is lack of artifice" (Wilberg, 1987, p. 1) . One-to-one teaching is a social situation-a shared learning process where authentic personal communication is essential; teaching happens by communicating with the student. One-to-one teaching is like partnering a student in a dance (Wilberg, 1987) . Many terms are used for one-to-one teaching, often interchangeably. The one-to-one online learning events in this study have aspects of mentoring, tutoring, preceptoring, coaching, facilitating, guiding, and apprenticeship. I will briefly examine one of these, mentoring, as it is used for education in professional practice. I will then discuss the terms that were used in this study.
Mentoring. From its origins in Homer's Odyssey, the term mentor has denoted a senior, experienced person who takes an interest in the professional development of a younger person. It is a complex relationship that has implied teaching, guidance, and sometimes sponsorship. This familiar career-relationships conception of mentoring is quite different from the mentoring for professional education that took place in this study. Fish (1995) pointed out that mentoring in professional practice situations must be understood from within the traditions of the discipline. For her, "A mentor is someone who enables a student to learn through practice" (p. 85). She suggested some principles of good mentoring: The mentor is a facilitator, not an expert knower; mentoring is not about telling but about enabling learners to construct their own knowledge for themselves through experiential learning and reflective practice. The mentor assists learners to question the taken for granted, and communicates that disagreements are an important way to learn. Mentors are able to critically and publicly examine their own practice and to model the inquiring, reflective practitioner. The mentor establishes that ambiguity and uncertainty are norms, and creates an environment where learners are safe to tell their real views and talk about the errors they have made (Fish, 1995, pp. 107-108) .
Terminology
The term mentor has been used by Parse scholars to refer to the supportive role in the one-to-one relationship that has been reported to facilitate learning Parse's theory. These relationships are informal and tend to be long-term, that is, mentees continue to seek the counsel of their mentors as the need arises. Some of the teachers in this study reported that they had consulted with their mentors about questions the learners had asked.
The term mentoring, however, does not adequately describe these learning events because they were time-delimited, less casual, and involved certain expectations of the participants. For this reason, the learning events were deemed apprenticeships, and because they were conducted online, they were called teleapprenticeships. The teachers acted as mentors to the learners in the teleapprenticeships. I usually refer to the teachers as teachers, although the learners most often called them mentors. I have tended to refer to the learners as learners; the teachers used the terms learners, students, and occasionally mentees.
CMC in Education
CMC can be described as a technology that uses computers and telecommunication networks to enable interpersonal communication in a synchronous or asynchronous fashion between parties who may or may not be separated by space and time. Common forms of CMC are E-mail messaging between individuals or mailing list subscribers, electronic bulletin board systems, and computer conferencing systems (Rapaport, 1991; Romiszowski & Mason, 1996) . This study employed the medium of text-based E-mail used in an asynchronous fashion between individuals through private mailing lists. Following Harasim (1990) , I conceive of CMC as an online environment for social and intellectual amplification and as a tool for mediating meaning through discussion. The setting for this study was virtual-the global web of computer networks known as the Internet.
Method
Participants
Volunteer teachers for the study were located through announcements at meetings of the International Consortium of Parse Scholars. The learners were solicited through a request for vol-unteers placed on the electronic discussion forum, PARSE-L. Most of the learners who volunteered were told about the study by PARSE-L subscribers. Criteria for selection were that the learner would: be a nurse or nursing student, express a desire to learn to practice nursing guided by Parse's (1981 Parse's ( , 1998 theory, be willing to devote time to active study of the theory during a 10-to 12-week period, have access to some kind of nursing practice setting, have access to an Internet E-mail account, be willing to interact with a mentor by Email (at least two notes a week), be willing to do reflective writing about their practice, and be willing to be interviewed online at the close of the learning event.
Potential teachers and learners who expressed interest in the study were sent a document by E-mail that explained the purpose of the study, the benefits and risks of participation, what was required of them, and how the data transcript would be stored and used. After they had read it, the researcher conducted an asynchronous E-mail discussion with each of them to answer any questions and to ensure that they understood what their participation would entail; each was then sent a consent form by postal mail. Six teachers and 12 learners (11 registered nurses and 1 senior nursing student) agreed to participate in the study and returned the signed consent form. The teachers agreed to mentor more than 1 learner if necessary. Of the learners, 11 participated in the teleapprenticeship to some degree, and 1 could not be contacted again. Five learners completed their teleapprenticeship, that is, they actively engaged in studying the theory for a period of at least 12 weeks.
The 6 learners who participated to some degree without completing the teleapprenticeship gave various reasons for withdrawing: 2 who were master's students found they could no longer afford the time, 1 moved from the original setting to a management setting, 1 decided that the theory was incompatible with her beliefs about nursing, and 1 who had participated irregularly eventually said she did not wish to continue.
Another learner stopped responding to E-mail messages.
Procedure
Each teleapprenticeship dyad was comprised of a nurse who was knowledgeable about the practice methodology of Parse's theory and one who wished to learn it. The dyads were formed by the teachers selecting the learners; at the beginning of the study I E-mailed a list of learners and their nursing practice areas to the teachers' private discussion forum; for example, "Mary, RN working in an ICU; James, master's student working in community health." Teachers then indicated which learner(s) they would guide. For learners who were recruited after the initial wave, I found teachers for them by posting a note asking if anyone was able to take another learner (e.g., "Sue, RN working in chronic care"). A private discussion forum was also created for the learners, but the learners' and teachers' discussion groups were never used by them for discussion. One learner attempted to elicit conversation from others on the learner's list but did not receive any responses. All participants had the opportunity to interact with other Parse Scholars on PARSE-L, and some had access to meetings of the International Consortium of Parse Scholars.
Learners began the learning event with varying levels of knowledge about the theory; most were beginners. No teaching instructions were given to the teachers-they were asked to teach the theory as they wished, individualizing their instruction to the learner's level. Each learner was given as reference material a set of prepared learning modules (Jonas, Pilkington, Lyon, & MacDonald, 1992 ) that addressed the basic concepts of Parse's theory, but there was no requirement to use this text during the learning event.
Journaling/Dialogue Journaling
The learners were asked to write dialogue journals with their mentors about theoretical and practice issues-at least two E-mail messages a week. Both teachers and learners were given infor-mation about the definition, attributes, purpose, benefits, and methods of dialogue journaling. Journal writing is widely believed to be a powerful pedagogical strategy for assisting a learner to construct meaning by exploring it through written language (Feathers & White, 1987; Fulwiler, 1987) . The journal is a good place to practice thinking and to take risks (Kent, 1987) . Lukinsky (1990) described journal writing as an introspective, synthesizing tool: "Something happens now, as opposed to recording what has happened, and the journal becomes an objectification of the inner search, an anchor from which to make further explorations" (p. 214). Journal writing makes use of the learner's prior knowledge, situates the learning within an authentic activity, and if shared online in a mentor relationship with an expert practitioner, provides opportunity for dialogue. An added advantage is the reciprocal benefit to teachers as they engage in written dialogue with the learners (Roderick, 1986) . Andrusyszyn (1996) used interactive journaling between instructors and students as a design strategy in a study of reflection in computer-mediated learning environments. She identified three themes related to the interactive journaling process as: a personal process of reflection, a synthesis for knowledge construction, and a communication process with the characteristics of a partnership (a respectful, reciprocal, collegial learning relationship rather than an interaction). Harasim (1990) noted that the nature of text-based communication in the online environment provides an opportunity to derive cognitive benefits such as the opportunity to reflect and structure meaning. She stated that "the need to verbalize all aspects of interaction within the textbased environment can enhance such metacognitive skills as self-reflection and revision in learning" (p. 49).
The Data Set
The teleapprenticeships were conducted entirely online using E-mail and LISTSERV® mail distribution software that automatically archives every note posted to a list. Each teacherlearner dyad was provided with a private LISTSERV® list accessible only to those two participants and the researcher. The transcripts of the 11 dyads' online dialogue comprised 193 individual learner messages and 199 individual teacher messages of variable length.
At the conclusion of the learning event, each of the 5 learners who completed the teleapprenticeship, and their teachers, were interviewed privately and asynchronously online.
Preparation of the open-ended interview questions was guided by Clandinin and Connelly (1994) , who proposed that experience is experienced simultaneously in four ways: inward (internal conditions), outward (external conditions), and backward and forward (aspects of time). Methods for studying personal experience focus in these four directions, so to elicit the multifaceted nature of the participants' experience the questions pointed each way. The dyads' transcripts and the online interviews comprised the data set.
Analysis
The qualitative data analysis program NUD*IST (Richards & Richards, 1998 ) was used to support the coding, sorting, and questioning of the transcript data. To accomplish an initial sorting of the data, the researcher engaged in a series of successive readings of the transcripts. Working one at a time with each dyad's transcript, each message was read in sequence using Adler and Van Doren's (1972) method of finding the structure of a text and what it is about. The researcher asked, What kind of note is this? What is it about? What are its major parts? and What problem is the participant trying to solve by writing it?
Each note was then examined for various types of content. First, all teaching and learning acts were coded using gerunds that answered the question, What is he or she doing? Examples of codes for teacher acts were: requesting clarification, providing encouragement, confirming, offering resource, explain-ing, and directing attention to a point. Some codes for learner acts were: seeking feedback, asking questions, discussing theory with friend, expressing concern, reading article, reporting progress, citing practice example, and disagreeing. The participants' teaching and learning actions and incidents were compared to elements of a constructivist instructional design model, cognitive apprenticeship (Collins, Brown, & Newman, 1989 ) (that analysis is not presented here).
The issues, tensions, dilemmas, and complexities that arose in the teleapprenticeship were also categorized. The issues were related to practice, Parse's theory, learning and teaching, and several aspects of the context of the participants' lives. Episodes of discussion regarding the subject under study (Parse's theory) were also coded at this time.
These included text about the principles, concepts, and philosophical assumptions of the theory, and the dimensions and processes of the practice methodology. The teleapprenticeships were also examined from a relational and situational perspective, that is, how the participants were with each other and the situations they created for learning.
Presentation of Findings
The Participants' Experience of Teaching/Learning Online The learners. Overall, the learners described their teleapprenticeship as having been a positive learning experience, not only for the opportunity to study Parse's theory, but also as a first exposure to a distributed learning environment. They found that learning online was not without problems, but as one learner said, "It certainly is better than trying to work on your own or just learning it in a great big group, or learning with someone who is not an expert with the subject." The learners noted that online learning had removed the barrier of distance, allowing even those who lived far away to access this unique learning experience. They were thoroughly appreciative of the opportunity to study with an expert in the theory. They enjoyed being able to communicate with their mentors at times that suited them, and some found the transcript of the learning event to be of value. One participant wrote, One very positive aspect to the computer learning is that the discussions are captured on paper so I can continuously return to the discussions and not just rely on what I remembered the teacher saying. Even now as I review this experience I am continuing to learn as I review the comments and interactions that occurred online.
The learners liked having time to think about what they would write. One said, "The mentor was able to pose questions to me, which I had time to reflect on before responding. This can't happen when you meet face to face." These stated advantages of online learning (participation from anywhere at any time, time to think before responding, and the ability to review the transcripts of the learning event) are found consistently in studies of asynchronous CMC events (Burge, 1993; Davie, 1988; Davie & Wells, 1991; Mason & Kaye, 1990; Palloff & Pratt, 1999) .
Some learners found that writing as the sole way of communicating was somewhat limiting: "Since one is not face to face with your mentor/teacher it is sometimes hard to get an obscure point across." But writing also held the potential for growth. One participant said, I found it difficult at times to explain myself clearly and to understand what [the mentor] was trying to say due to the limitations of written language. It was a good experience to have to try to explain my thoughts in writing for others to understand and then get a response indicating whether that had happened or not.
Others felt they benefited from writing about their practice. According to one learner, "I found that I REALLY liked writing about the things I was doing in my work. This was a very valuable experience from that perspective." Another discovered that writing about her practice was a reflective exercise that al-lowed her to see how she could have done things differently.
Due to busy schedules, holidays, and travelling, some dyads had infrequent episodes where communication was not as immediate as the participants would have liked. For the learners, this sometimes meant that they felt stalled as they waited for responses to questions about pressing situations with clients. One said, "When you meet in person there is the opportunity to have immediate response to questions which allows the teacher and student to have immediate flowing communication . . . the computer doesn't allow for this." The learners had some suggestions that would have made the teleapprenticeship better for them. One said that writing about actual nurse-person dialogue was difficult; she wished she could have talked with her mentor by telephone for this aspect of her learning. Two said that they would have liked to have observed a Parse nurse in practice and to have had their practice observed.
The learners were discriminating about which aspects of the theory and practice methodology they deemed suitable for their practice setting. Even though they had expressed a desire to learn Parse's theory, they had to be convinced of the workability of the theory for their practice. Nurses' overriding concern in practice is the safety of their patients (e.g., see Hibberd & Norris, 1992) , and this surfaced as a critical issue for each of these learners: If their practice was guided by Parse's theory, would their patients be safe? Other practical considerations involved learners' expressions of concern about the time and staffing levels required "to do Parse," and some who perceived that Parse nurses were elitist had fears that a staffing mix of Parse and non-Parse nurses might adversely affect the cohesiveness of a nursing unit. Nursing practice is not only contextual but also relational; a strained atmosphere on a unit can compromise patient care (MacLeod, 1996) .
The teachers. The teleapprenticeships were a first-time experience with distributed learning environments for all of the teachers. They were all extremely busy people, and they found teaching online to be very time consuming. One said, "My online learners were very active and this was wonderful, but it was exhausting with everything else on my plate at work." Another found that it was difficult at times to keep the flow of the mentoring relationship going . . . tight schedules, computer breakdowns, illness, my own leaving the country, made the time span in which [the learner] and I spent in our mentoring relationship a lengthy one. However, while there were definitely great gaps, I feel confident that the time spent together was most valuable.
Each of these experienced teachers of Parse's theory missed physically being there with the students. One said, "I find that I have realized the importance of presence in my relationship with students. I missed that presence." One dyad, whose members felt strongly about this, tried to bring some synchronicity to the experience by arranging to be online at the same time so that they could chat by E-mail in almost-real time.
Like the learners, the teachers found written communication to be somewhat limiting, and more than one said that they feared that using written dialogue by itself could lead to misunderstandings. One speculated that the missing nonverbal component might cause "a shift in perception [so that] the actual meaning attributed to words becomes much more important." Some noted a trade-off in that CMC could eliminate other problems that may occur when meeting students face-to-face. One teacher recommended that online learning be supplemented with face-to-face meetings. The teachers also commented on the convenience of being able to respond at times that suited their schedules and about the luxury of having time to think before responding.
Overall, the teleapprenticeship experience was perceived as being different from what the teachers had experienced in teaching the theory in face-to-face situations. One teacher commented that the teleapprenticeship experience was "not as intense" as teaching face-toface. It seemed more comfortable in that the online environment served to shield her from the inevitable anger that learners experience when working through changes in their belief system, but it also prevented her from seeing their joy on discovering the difference a new approach can make. She said, Before the teleapprenticeship event, I was looking forward to mentoring [the learner], and yet I anticipated some of the same extreme challenges that I had experienced in other situations of more direct, in-person teaching. Actually, these more difficult situations did not occur on the E-mail system. Perhaps the distance and the convenience of being able to send messages and answer questions at one's own pace eased the tensions. I did not have the same sense of leading people to this really difficult place where they didn't really want to goand yet they insist you take themwith all the anger and so on.
The teacher-learner relationship. The participants took their relationships with each other very seriously, and in the process forged strong connections with each other. They felt they had gotten to know each other personally. They described the relational aspect of the teleapprenticeship experience as "inspiring," "uplifting," and "gratifying." Their personal valuing of each other was very evident throughout their dialogue, and it was also revealed in their interviews. After the teleapprenticeship was over, each of the participants expressed the desire to keep in touch somehow. A learner said, "I feel that my mentor and I became online friends. I would like to meet her in person one day, maybe at a conference sometime." The teachers were concerned that the learners have ongoing support if they chose to continue studying the theory. Most offered themselves as future resources for the learners.
Evaluating What Was Learned
Evaluation of the teaching was not an objective of this study, nor was there an attempt to assess what had been learned. Learning to practice guided by Parse's theory involves a monumental change in a nurse's values and beliefs about health, nursing, and human beings; such a personal transformation occurs slowly in a painful back-and-forth struggle to let go of the old ways. In three evaluation studies where Parse's theory was implemented on nursing units as a practice model, and where nurses received months of instruction in the theory as well as continuous support by nurse specialists, it was suggested that much longer than 12 weeks is required to see consistent evidence of change in nursing values and practice. One of these investigators found meaningful change after 8 months (Mitchell, 1995) , another in 10 months (Jonas, 1995) , whereas a third recommended that a 12-month interval elapse between implementation and evaluation (Santopinto & Smith, 1995) .
Although it was unrealistic to expect to see indicators of change after a 12week teleapprenticeship, some of these learners' struggle to change was very apparent, and there was anecdotal evidence that subtle shifts had occurred. This was particularly evident in the area of learners' growing consciousness of how they were in nurse-person relationships. For example, one learner told her teacher, "Words like non-compliant now are harsh to my ears." Instances of each of the five major mid-and postimplementation themes of change found in Northrup and Cody's (1998) evaluation study of the human becoming theory in practice were present in this study. Guided by the descriptions of the themes provided by these authors (pp. 25-26), the following illustrations were extracted from the learners'transcripts:
• Shifting views of human beings I do think that my being with her while she [talked to her stepfather about her faith] would have been more helpful than what I did do which was ask if she would like to have a home care pastor visit. She never did follow up on this suggestion. Reflecting on this experience confirms for me that individuals know what is going to help them and that we need to wait for them to make their own suggestions and then help them to actualize these rather than make suggestions for them.
• Altered ways of listening I was much more eager to jump in and offer a solution rather than listen while the patients work out their own responses to a situation. In a sense, this takes a lot of pressure off me since I don't have to solve everyone's problems.
• Altered focus of nurse-person discussions
It is so wonderful how this father could share his experience with me, and I was not an expert, I was just there moving along with him. I don't know if this is true presence, but if it is, it is the most rewarding experience that a nurse can live. I did not have to guide him through any of it, he just found his own way.
• Altered job satisfaction Clients who have been readmitted have started to tell me that I have changed. I now feel good about going to work again, I am being with people while they worry, suffer, contemplate, and plan all without telling them that this is right or this is wrong. I feel liberated, and many of the people I talk with feel the same way. When I arrive at work, I often find people wanting to speak with me; they know I am valuing their choice. This is a wonderful feeling for me. I now go into work looking forward to the next shift to be with people as they choose and become in their lives.
• Personal transformations
This theory has not only touched my work but also my life.
Conclusion and Recommendations
The study demonstrated that teleapprenticeship could be a practical way to support a nurse in the study of the human becoming theory, including the requisite back-and-forth struggle to change to a new worldview. It could also replace or augment most aspects of the ongoing personal mentoring that many have reported to be invaluable for their continuing learning about the theory. A similar longitudinal study would give a researcher the opportunity to trace the evolution of learners' understanding about the theory, and a longer study would also increase the potential for profound learning that can occur in long-term learning relationships between the same two people (Stephenson & Mayberry, 1994) . Teleapprenticeship, even with supplementary print and video resources, may be insufficient for a nurse to become proficient in the practice methodology. To facilitate learning in this area, future studies could incorporate video or audio conferencing into the design of the learning events.
